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FROM THE EDITOR ... 
Schools, boards of education , parents , and students 
respond differently each time a new call for education reform 
is issued. In the early 1980s, A Nation At Risk stirred many 
emotions across various constituencies. Responses to the 
"bad news" included diverse mandates and directives which 
sought to address the "worst school in the nation ," students' 
lack of equity, inadequate teacher preparation, and low aca-
demic standards. This first wave of reform resulted in such 
concepts as "effective schools , effective teaching , and 
instructional leadership," as well as an emphasis on skills for 
employment, higher-level thinking , and cooperation . 
More than a decade has passed since the barrage of 
calls for reform . What has happened in the interim? Many 
states quickly adopted regional and national decrees and 
required educational communities to abide by set guidel ines. 
Many districts stretched budgets to include "new" inservice 
training for thei r teachers . Many teachers devoted extra 
hours to attend workshops that would teach them novel skills 
and instructional strategies. 
Although these responses to reform were well -inten-
tioned, as time went by , various segments of society still 
called for more. Now, schools were deal ing with contrasting 
populations of children - some were "at-risk," others were 
homeless, and still others were drug dependent. Across the 
In this issue ... 
This issue of the Eastern Education Journal deals with 
the broad scope of "second wave" initiatives that have 
emerged during the ten years since A Nation At Risk first 
appeared. The lead article by Thomas Deering - "Mandates 
as Reform: Who's Kidding Whom?" - explores past educa-
tional efforts and focuses on the alternative certification 
issue, while Jackson Flanigan examines aspects of decen-
tralized school governance in "A Beacon of Light in the 
Bureaucratic Maze: Deregulation ." Further, Donna Cole 
investigates ideas and attitudes about "school choice" in 
"Parental Perceptions About Magnet School Quality and 
Excellence: A Comparative Analysis of Two Studies." 
In continuing to peruse different populations and con-
trasting directives relative to varied social groups, Johnson 
Editorial Comment • • 
• 
Following a one -year 
hiatus due to emergency 
budget reallocation , the Jour-
nal is back in circulation with 
renewed purpose and com-
mitment. Events of the past 
eighteen months have result-
ed in incredible change at 
the University : a new Presi-
dent; a new Vice President 
for Academic Affairs ; a major 
re-structuring of the academ-
ic affairs area from six col-
leges to four , with the 
Departments of Health , 
Physical Education , and 
Leisure Studies joining the College of Education to become 
the new College of Education and Professional Studies; and 
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board, educators witnessed a growing population of children 
in need of greater services than schools could realistically 
offer. What to do? Clearly, some ideas in Adler's Paideia 
Proposal didn 't fit certain frameworks . Sizer's suggestions 
for improvement of secondary schools in Horace's Compro-
mise didn 't furnish workable solutions for all high schools. 
Further, Naisbitt 's commentary on working relationships in 
Megatrends seemed a bit removed from school-based deci-
sions. 
In time , other societal voices were also heard . For 
instance, the issue of "cultural literacy" surfaced, followed by 
the "schools of choice" idea, succeeded by the "reflective 
teaching" image, and then highlighted by the "ability group-
ing" tenet. Other questions regarding alternative certification , 
teacher empowerment, site-based management, cooperative 
learning, and decentralization were also voiced . As a result 
of this more intense inquiry, a second wave of reform has 
begun. Th is wave seeks to include not only local and nation-
al prerogatives, but educators ' and children 's interests as 
well. In doing so , the reform initiative involves a variety of 
endeavors geared toward a common goal : help the children 
of today to become successful and productive members of 
the 21st century. 
Afolyan inspects conventional ability grouping practices in 
"Impact of Ability Grouping in the School System," Michael 
Bell reflects on perceived vantage points of cooperative 
learning in "Elementary Teachers' and Elementary Under-
graduates ' Perceptions of Cooperative Learning ," and 
Robert Craig proposes the inclusion of imaginal and system 
skills in teacher education programs in "Moral Imagination 
and Teacher Education: The Necessity for Programmatic 
Integration." 
We hope you enjoy the Fall 1993 issue of the Eastern 
Education Journal and invite you to submit comments or 
reflections . Space permitting , your feedback will be pub-
lished in a new column entitled: "Readers' Comments." Cur-
rently, we are also calling for manuscripts dealing with the 
theme: TECHNOLOGY IN EDUCATION. The Spring 1994 
issue is well underway! 
the announcement by Illinois Governor Jim Edgar that the 
legislature has released $11 .3 million for refurbishment , 
modernization , and expansion of the Buzzard Building , 
wh ich houses the College of Education and Professional 
Studies. 
As you might well imagine, the magnitude of these 
developments compressed within a relatively short time 
frame creates professional demands and challenges that 
test the institutional fortitude on a daily basis . And as an 
administrator helping to manage these dynamics, I reluctant-
ly have decided to "step aside" as Editor of the Education 
Journal and free some of my time for additional administra-
tive responsibility. 
On the positive side, however, I am pleased to com-
mend to our readers my capable and talented colleague, Dr. 
Veronica Stephen, as the new Editor. Dr. Stephen is Associ-
ate Professor of Elementary Education at Eastern ; in her few 
years tenure with us, she has compiled an already impres-
sive portfolio of professional articles, conference presenta-
tions, and University service. Her credentials are enhanced, 
in my view, by the fact that she combines her commitment to 
teaching and the profession of education with a very strong 
academic background in arts and letters. She is an avid 
reader , a precise linguist, and a challenging th inker. With 
these qual ities, she was a natural for the job, and needless 
to say, I was delighted when she accepted our appointment 
to the editorship. 
Dr. Stephen and I worked closely together this semes-
ter in putting this issue "to bed" and I am aware that she 
shares my convictions regarding the Journal's mission and 
purpose. It is an outreach document that attempts to bring 
together the best and most current thoughts in modern edu-
cation . It is a professional journal that fulfills one of the basic 
service goals of the College to the education profession, an 
exchange of contemporary information, scholarly develop-
ments, and ideas. The highest technical quality is guaran-
teed by scrutinizing proofing, and content integrity is thor-
oughly evaluated for validity , legitimacy, and appropriate-
ness. 
The Journal has come a long way from its first issue 
twenty-five years ago when I and a few dedicated col-
leagues did all the work in our offices. An office secretary 
typed it, and about a hundred copies were produced on a 
mimeograph machine with a construction paper cover (print-
ed by vo lunteer graphic design students). Through the 
years, however, the University rewarded the hard work and 
dedication by making additional resources available for the 
improvement of the publication . Commercial typesetting and 
printing services, addition of pictures, new cover designs, 
and larger page sizes greatly enhanced the overall appear-
ance and reader appeal , and attracted more readers and 
author submissions. 
We are proud of our Journal; the twenty-five year file of 
accolades and commendatory letters is impressive, and 
noteworthy is the fact that during their 1990 accreditation 
visitation and evaluation of our teacher education programs, 
NCATE singled out the Journal and cited it as a special 
"strength ' of our unit. The publication of the Journal is a Uni-
versity professional commitment. Eastern and its Board of 
Governors finance it through the College of Education and 
Professional Studies Center for Educational Studies. All 
funding for publication and circulation costs is appropriated 
in the Center budget. There is no subscription fee. 
As you can see, I do not take this transition lightly. The 
Journal has been an integral component of my professional 
life for twenty-five years, and I do not intend to walk away 
without looking over my shoulder. I will continue to serve on 
the Editorial Board and to provide administrative support for 
publication and circulation matters. Our new editor is making 
the move palatable for me. She continues to seek my input, 
and she is very easy to work with. I am most appreciative of 
her willingness to have me "second-guess" her now and 
then. It demonstrates the self-confidence and independent 
spirit that we need to move the Journal into a new era. 
Good luck, Veronica! I know you will not let us down. 
Ron Leathers 
Mandates As Reform: Who's 
Kidding Whom? 
Thomas E. Deering 
Kathy Knops 
Thomas E. Deering is an 
Associate Professor of Educa-
tion at North Central College in 
Naperville, Illinois. His previous 
experiences include teaching 
social studies in junior and 
senior high schools, as well as 
working as a school principal. He 
has written on a variety of edu-
cational issues and is currently 
working on a project dealing with 
multicultural education. 
Introduction 
During the past decade or so, there have been 
scores of articles written , conference papers read , 
speeches given , and reports filed about improving 
education and elevating teaching to the rank of a pro-
fession. The debate which began with A Nation At Risk 
(1983) is still raging as Americans are reminded con-
stantly that our nation 's students compare poorly to 
students from around the world in fields such as math , 
science, and the like. While A Nation At Risk and other 
Kathy Knops is a doctoral 
candidate in Curriculum and 
Instruction/Supervision at North-
ern Illinois University and super-
vises student teachers for West-
ern Illinois University. She has 
worked in higher education for 
the past 13 years and has been 
a classroom teacher in regular, 
special education, principal and 
Assistant Director of Special 
Education. 
mandate-minded, top-down styled reports continue to 
hold the attention of a large segment of the population, 
others have been focusing on a more interactive, or 
bottom-up approach to improving American education. 
Among the criticisms of a top-down , mandate 
approach to reform is that it undermines teacher 
authority and lowers teacher morale, and this at a time 
when educators are attempting to elevate teaching to 
the level of a profession. Proponents claim such a 
style raises the quality of teaching and demonstrates a 
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commitment to education by making it more standard-
ized and rigorous. Not surprisingly , those who advo-
cate a top-down approach are legislators and others in 
high-profile positions of authority, while teachers K-12 
and those at the university level support an interactive 
approach to reform. Our contention is that a mandate, 
top-down approach to reform is producing more harm 
than good in the education system. 
Mandates and Top-Down Decision Making 
To understand the distinction between a top-down 
and a bottom-up approach to educational reform , a 
closer look at mandates should prove helpful. General-
ly, an educational mandate is, as it is here in Illinois, a 
requirement that compels a school district, or teacher 
training program, to provide a service or program, 
often without additional state financial support. Such 
mandates might include: administering a state devel-
oped test to all students in selected grades; issuing a 
report card to each district based on the results of the 
state developed test; requiring drivers' education or 
programs such as bilingual education. The state might 
also mandate the curriculum for teacher preparation 
programs. This could include requiring that all students 
prior to student teaching must have at least one multi-
cultural field experience. Mandates at this level can go 
as far as to specify the total number of hours required 
in general education, how those hours must be distrib-
uted by area (such as humanities, social science, etc.) 
and identify certain courses in general education all 
teacher candidates must pass (such as American His-
tory, American Government, etc.). 
One example of a reform which some states are 
mandating is alternative certification. This is a process 
which allows college graduates without a teaching cer-
tificate to begin teaching with little or no work in educa-
tion courses. Generally, such a program reduces the 
education course work required and allows individuals 
to take the majority of such course work once they 
have begun teaching. This idea is most often men-
tioned as a way of attracting individuals in areas of 
teacher shortages, such as math, science, or comput-
er science. Proponents of such programs claim current 
certification requirements are a burden to those wanti-
ng a career change, that expecting persons to quit 
their jobs and spend a year or more working on a 
teaching certificate is unreasonable. Students are los-
ing out, they claim, on the expertise these individuals 
could bring to the classroom. 
Alternative certification is not the same as the rec-
ommendation made by the Holmes Group (1986). One 
of the Holmes group proposals was that teacher edu-
cation become a graduate program entered into only 
after the completion of an undergraduate degree in the 
arts and sciences. Alternative certification , on the other 
hand , is based upon the idea that subject matter 
knowledge is virtually the only component to success-
ful teaching . Alternative certification does not elevate 
teacher education to a graduate program. On the con-
trary, unlike the recommendation made by the Holmes 
group, it minimizes the importance of education pro-
grams. Alternative certification programs assume a 
pedagogical skill is either unimportant , or can be 
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learned as you go without much difficulty. It is based 
upon the belief that if you have a college degree and 
you have the desire to teach, then you have the ability 
and you should be allowed to do so. To Susan Ohan-
ian (1985) , this idea is infuriating : 
The notion that just about any Joe Blow can 
walk in off the street and take over a class-
room is gaining ground. It makes me nervous. 
No, more than that: it infuriates me . . .. The 
right teacher-proof curriculum is not sufficient; 
children need real teachers, and real teachers 
must be trained. 
Nor am I charmed by the idea of signing up 
out -of -work computer programmers and 
retired professors to teach math and science. 
The mass media like to scoff that current certi-
fication requirements would keep Albert Ein-
stein from teaching in the public schools . That 
news is not all bad. Is there any evidence that 
Einstein worked particularly well with young 
children : A Nobel Prize does not guarantee 
excellence in the classroom. (p. 696) 
Ohanian sees teachers as more than knowledge-
able in a subject. She envisions a professional who 
understands students, has a mastery of teaching tech-
niques, is creative, innovative, and comprehends the 
important role education plays in the welfare of our 
children and nation. 
Although Illinois does not currently have an alter-
native certification program, mandates and top-down 
thinking dominate educational reform in the state . 
Even during a recent review of education mandates, 
the state exhibited its usual disregard for the input of 
teachers. Without explicitly saying so, it appears legis-
lators and the State Board of Education do not trust 
teachers ' opinions on educational issues. In 1987 in 
Illinois, a ten member task force was organized to 
review mandates, as well as analyze, synthesize, eval-
uate, and make recommendations on the whole range 
of school mandates. Although the state claims that the 
members of the Mandates Task Force "represented 
the diverse perspective of five major educational 
groups, large and small school districts , the Gover-
nor's Office, and the Illinois General Assembly," (Man-
dates and Money, p. 1 ), the composition of the group 
was inadequate for providing realistic and practical 
feedback on the strengths and weaknesses of the 
state's education mandates. This task force included a 
state senator, the presidents of the Illinois Education 
Association (IEA) , Ill inois Federation of Teachers 
(IFT) , Illinois Parent-Teachers Association (IPTA) , Illi-
nois Principals Association (IPA) , Illinois Association of 
School Administrators (IASA) , and Ill inois Association 
of School Boards (IASB) , the Chief of Staff for the 
Office of the Governor, and two school superinten-
dents. What is interesting is that the state ignored such 
key people as principals and teachers while studying 
mandates. This is another example of the state's view 
that educators are not professionals , but merely 
employees. In other words , practitioners were rarely 
included in the decision-making process when devel-
oping or evaluating mandates that would directly affect 
every school, every day. Not surprisingly , given its 
composition, the Mandates Task Force believes that a 
majority of the mandates affecting local school districts 
throughout Illinois are essential. 
While the task force did not endorse without reser-
vation all of the mandates, it did claim that "for the 
most part , state mandates on local school districts 
have a reasonable purpose and serve the public good" 
(p. 4) . The task force went further and linked dissatis-
faction with state mandates with the state's lack of 
financial support for them . Apparently, this task force is 
under the mistaken assumption that if the state allocat-
ed more money to education, there would be less or 
even no criticism of the state's mandates. 
In effect, the elimination of mandates is being 
proposed as an alternative to adequate financ-
ing for education. The Mandates Task Force 
believes that that suggestion is nonsense , 
because it disregards the realities of school 
costs, and is totally irresponsible. 
Even if the state shredded all of its mandates 
and required local school districts to respond 
only to the constitutional imperative to educate 
all persons to the limits of their capacities , 
there would be no significant savings. The big 
ticket costs - teachers and administrators , 
buildings, books and transportation - would 
continue irrespective of mandates. (p. 4) 
School board members and superintendents might 
primarily be concerned about the financial aspect of 
education, and it is a legitimate concern, but the level 
of financial support is not the primary concern of 
teachers . First and foremost , teachers resent being left 
out of the process . They believe they have special 
insights into education that others do not. The top-
down style of educational reform ignores teachers dur-
ing the development of mandates, the result being a 
further erosion of teacher autonomy and authority. 
Even this task force 's statements of dissent to 
specific mandates exhibits a lack of teacher input. The 
president of the Illinois Education Association (IEA) 
and the secretary-treasurer of the Illinois Federation of 
Teachers (IFT) issued separate statements of dissent 
about the same issues. The Task Force recommended 
eliminating the mandates which require a sixty day 
notice before laying off support personnel , and modify-
ing a mandate concerning physical education . This 
modification would expand the criteria for exemption 
from physical education. The first mandate deals with 
a clearly labor issue, and should be negotiated at the 
local level. The criticism of the modification of the sec-
ond mandate (concerning physical education) is ludi-
crous. Both association representatives claim that they 
cannot support the modification because, according to 
the Illinois Federation of Teachers, "physical education 
must be recognized as being equally important with 
any other part of the school curriculum in guiding 
young people toward that goal" (p. 26, emphasis ours). 
That goal , according to IFT, is "the development of val-
ues, attitudes, and habits of living that will provide the 
basis for a healthy and productive life." In its separate 
dissent, the president of IEA states, "the IEA feels that 
physical education is as important to our children as is 
academic education" (p. 26, emphasis ours) . It is diffi-
cult to believe such opinions represent the view of the 
majority of mathematics, science, English, and social 
studies teachers in Illinois. It is not surprising, howev-
er, that union officials representing physical education 
teachers would make such a claim. 
The Teacher's Role in the Reform Process 
The astonishing irony of a top-down approach is 
that current research encourages teacher empower-
ment and school based management. Teacher 
empowerment is simply to recognize teachers as pro-
fessionals with subject matter knowledge and special 
training and skills. As such, they should have the pri-
mary control of their profession, as do doctors, 
lawyers, and other recognized professionals. School-
based management is a way of implementing the for-
mer (David , 1989). Teachers act collaboratively with 
school administrators in managing the schools. This 
includes curricular, personnel, and financial decisions, 
among others. Mandates from the state legislature, 
enforced by state departments or state boards of edu-
cation , implies a decided mistrust of both local school 
officials and classroom teachers. Hill (1989), in an arti-
cle that reviewed much of the educational reform of 
the 1980s, identified a key reason so many teachers 
dislike the current reform efforts. In general, teachers 
feel they have been bypassed in the decision making 
process. As Sharon Batson writes, 
All of us want this change. People who have 
not been to a classroom for 1 O or 15 years are 
making decisions for us. They tell us what to 
teach and how to teach it and they don't even 
know the children . We know our students ' 
needs. We can develop a curriculum .... They 
hired me to teach and they should trust me to 
do that. (Quoted in Batson , p. 54) 
Few would argue with the stated aims of man-
dates - to provide an excellent education for all stu-
dents. What is troubling are the implicit assumptions 
about the education process, and the implicit state-
ment about educators being made through mandates. 
Those passing mandates believe the best way to pro-
vide such an education is to require all districts to offer 
the same types of services, and to standardize educa-
tion in every school and teacher preparation program. 
Unfortunately, such an approach removes all opportu-
nities for innovation and creativity at the local level, 
and similarly hampers teacher preparation programs. 
Critics of mandates point out that first , there is very lit-
tle agreement about what an excellent education is; 
second, without such a consensus, the last group to 
be passing mandates is one composed of individuals 
with little or no experience or knowledge of education 
and teaching; third, there is little or no empirical evi-
dence that mandates produce the desired results; 
fourth, mandates in many cases appear to the profes-
sional educator to be political steps to address non-
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educational issues; fifth, passing mandates without the 
necessary financial support is irresponsible. 
Henry A. Giroux (1985) represents those in educa-
tion who lament the fact that classroom teachers are 
virtually ignored when mandates, reforms, or meaning-
ful change in education is being considered . Instead of 
recognizing the talent, experience, insight, and knowl-
edge teachers can bring to this process, those in 
authority seem intent on making all important deci-
sions. Those in authority allow teachers to tinker 
around the edges with secondary and tertiary issues 
and then claim to be including them in the process. 
Such an approach is anti-teacher. Giroux goes so far 
as to claim this approach to reform and decision mak-
ing is part of a process which views teachers as mere-
ly technicians. According to Giroux, this de-skilling of 
teaching is eliminating all intellectual work from teach-
ing. 
Even Elliot Eisner (1990), who is decidedly more 
centrist than the Neo-Marxist Giroux, is concerned with 
the lack of input by curriculum specialists into curricu-
lum matters. He is concerned that curriculum special-
ists, such as Giroux, are busy criticizing education but 
offering few substantive solutions. This situation has 
developed for a variety of reasons, but the outcome is 
that important curricular decisions - and to extrapo-
late, education decisions in general - are being made 
by non specialists , in many instances in a vacuum , 
and certainly without input from those most closely 
involved with students - classroom teachers . Eisner 
contends that innovation is predicated on change. The 
only change through mandates is basically ill.Qre....Of the 
same. Teachers who deviate from the curriculum -
and Eisner claims textbooks define and shape the cur-
riculum - risk termination. 
Not only are mandates excluding teachers from 
the process of educational change, but mandates are 
also de-skilling teachers. At a time when teachers are 
striving to elevate teaching from the level of an occu-
pation to that of a profession, a top-down mind set by 
legislators and state education officials is actively 
undermining their efforts. It is no wonder , as Hill 
claims, that nearly one-half of the teaching force say 
morale declined during the 1980s. This drop in morale 
is the result of more than simply a feeling of being 
overworked and underpaid. Teachers have always 
been expected to do much with little in the way of sup-
plies, and no one goes into teaching for the salary. 
Teachers, it must be emphasized, are not 
opposed to reform. Their concern and frustration is 
over how reform has been decided and implemented. 
Furthermore, they are concerned about the underlying 
assumptions about teaching implicit in mandates. 
Teachers want to be involved in the reform process, 
not have mandates dictated to them . Contrary to the 
thinking of former Secretary of Education Terrel Bell 
(1988), who believes national leadership is needed to 
improve American schools , the farther away from the 
school that decisions are made, the less meaningful 
for individual students and schools decisions will be. 
The less teacher insight and experience are utilized, 
and the more bureaucratic and political the process of 
reform becomes, the more wary, even skeptical , 
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teachers become. 
Linda Darling-Hammond (1988), who has written 
extensively on education reform and policy, has pro-
posed an intriguing theory about why teacher empow-
erment, which is reform from the bottom up, has faced 
determined resistance. According to her theory, critics 
of teacher professionalism see this as a move by 
teachers to gain power and increase their salaries. 
Unfortunately, what these critics do not realize is pro-
fessionalism will increase the quality of education for 
students by improving the quality of teaching. Instead, 
many of these critics of teacher empowerment sub-
scribe to a bureaucratic style which views schools as 
agents of government, with decisions made at the top, 
teachers following prescribed rules, schedules, curric-
u I a , etc . , and students are raw material to be 
processed according to the rules, regulations, etc. It is 
easy to see that "in the bureaucratic model, teachers 
are viewed as functionaries rather than as well-trained 
and highly-skilled professionals." (p. 10) 
Darling-Hammond states correctly that this style is 
designed to "foster equal and uniform treatment of 
clients, standardization of products or services, and to 
prevent arbitrary or capricious decision making" (pp. 
197-198). This top-down style, so popular with politi-
cians and state agencies, is based on several assump-
tions: 
That students are sufficiently standardized that 
they will respond in identical and predictable 
ways to the "treatments" devised by policy 
makers and their principal agents ; 
That sufficient knowledge of which treatments 
should be prescribed is both available and 
generalizable to all educational circumstances ; 
That this knowledge can be translated into 
standardized rules for practice; these can be 
operationalized through regulations and 
reporting and inspection systems; and 
That administrators and teachers can and will 
faithfully implement the prescriptions for prac-
tice thus devised and transmitted to schools. 
(p. 13) 
This top-down bureaucratic style, according to 
Darling-Hammond, is incapable of producing an edu-
cation system in which all students can succeed 
because it makes no allowances for those who do not 
respond in predictable ways to standardized treat-
ments (p. 198). Furthermore, this style is an insult to 
all the dedicated teachers who have so much to offer 
to the youth of America. 
Theodore Sizer (1984) and Jane L. David (1989) 
are two of the many researchers who have investigat-
ed the current status of American education. Like so 
many of their colleagues, they have found that the 
elimination of a top-down mentality and teachers work-
ing collaboratively as professionals bring enthusiasm, 
innovation, and creativity to their work. The outcome is 
reform that teachers will more likely support because 
they were involved in its development. And , morale 
increases because teachers are being respected as 
contributing professionals , not as semi-skilled workers 
possessing little understanding of the educational 
process. 
Conclusion 
The 1980s saw numerous changes in education . 
States became much more active in passing mandates 
as a method to reform the public school system. And, 
while it would be easy to criticize specific mandates, 
the purpose here has been to call into question the 
concept of a top-down, mandate approach to reform. 
The propositions set forth here are that: 1) politicians 
and their functionaries in state departments or state 
boards of education are foisting mandates onto the 
schools as meaningful reforms ; 2) those making such 
decisions do so in many cases for short-term political 
expediency, not long-term educational good ; 3) a top-
down style of educational reform is belittling teachers 
by showing a total disregard for their input in the 
reform process; 4) teachers are being held account-
able for rules , regulations, and all of the shortcomings 
of the educational system but are allowed little input 
into how to improve the system and even less authori-
ty to do so; 5) and finally, but certainly not least, those 
who believe in a top-down bureaucratic style, and are 
deluded into thinking mandates represent real reform, 
are responsible for producing an educational system 
which is failing our children and America. If all man-
dates were removed, and teachers were given a real 
voice in the reform process, they would be anxious to 
accept responsibility for the quality of the public school 
system. America and its children would be better 
served by professional educators making decisions 
about that which they know than by politicians passing 
mandates about that which they know little. 
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As a response to the reduction of credit hours nec-
essary to complete the undergraduate teacher certifi-
cation program (the hours in teacher education were 
reduced to 18 by the state legislature in Texas), the 
University of Houston developed the Reflective Inquiry 
Teacher Education (R.I.T.E.) Program. The emphasis 
of the R.I.T.E. Program is on the development of 
reflective thinking skills so as to equip future teachers 
with the critical ability necessary to evaluate the vary-
ing aspects of their pre-student teaching assignments 
and to be equipped to innovate at the programmatic 
level. For instance, the preservice teachers are 
required to do a very extensive Community Study in 
which they are to gather demographic data, informa-
tion regarding the type of industry and/or business 
affiliations near the school , to develop models of hous-
ing patterns, and so on. 
Integral to the assignment is the reflective analysis 
and modes of inquiry and data selection used by stu-
dents . As commendable as this objective is, as an 
instructor in Phase One (the Phase which includes 
four hours of university class work related to various 
skills, areas and behaviors necessary to teach) I found 
too much emphasis on reflective skills and processes. 
The students likewise do eight separate school obser-
vations, and reflect in journal form and through assign-
ments, on what they experience. I could not help but 
notice that other skill areas, such as imaginal and sys-
tem skills, were not emphasized. This present article, 
then, will make suggestions on how to aid preservice 
students in the development of the moral imagination. 
The argument is that the rational, reflective skills the 
preservice teachers are being taught represents a 
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one-sided approach to teacher education. The addition 
of the development of the moral imagination creates a 
more holistic program. I will , then, do three things. I will 
share a preservice student's story, relate how Bill 's 
"Story" involved the ingredients of the moral imagina-
tion, and make suggestions on how to develop the 
moral imagination in programs of teacher education. 
Bill's Story 
Upon entering the school I felt like a stranger in a 
foreign country. When I had called the school for direc-
tions, the secretary was not very helpful. She left the 
impression that I was bothering her - me a simple 
preservice teacher coming to "their" school to observe 
"them." Well, I made my way down the hallway, while 
students walked by seemingly oblivious to my pres-
ence. I knew a middle school environment would be 
noisy, but not exactly this noisy. 
It seemed like everyone knew exactly where to go 
except me. I asked an adult, whom I assumed was a 
teacher, where the principal 's office was. He mumbled 
something, and pointed down the hallway. Big help. 
Finally, a student asked if she could help me. She took 
me to the principal's office, noting "that it is easy to get 
lost in a school this size. I did when I first came here." 
So, I had a companion, an ally : someone who knew 
the experience I was having. 
The principal's secretary told me to be seated and 
that he would be with me in a few minutes. Almost an 
hour later he appeared and asked the eight of us, who 
were preservice teachers from different classes and 
even different universities, to come into his office. He 
welcomed us, and said that if there was anything he 
could do to help us while we were at "his" school to 
feel free to ask. Then he spent over an hour praising 
the teachers, staff, kids, etc. He sounded like the head 
of an advertising agency. 
Finally, we went to our respective rooms to meet 
our Site Based Teacher Educator. Mine told me to 
come in the classroom and to sit in the back. She 
never did introduce me, so students continually turned 
around to see who this new creature was. After class a 
number of students came up and introduced them-
selves. The teacher gave me a sheet with assign-
ments I was "allowed" to do, like making worksheets. 
The sheet also had class sessions, topics to be cov-
ered, goals and objectives, method of presentation, 
etc., which never included me. I noted that the univer-
sity required that I at least do a mini-lesson. She 
looked at me and said, "I make the decisions. OK?" 
I left the school feeling betrayed. It wasn't the lack 
of friendliness that made me feel this way. Rather, it 
was the complete lack of interest in me as a person 
and as a future teacher. My immediate gut reaction 
was to either run away and never return to that school , 
or to ask to be reassigned , which I knew was next to 
impossible. I really had no one to talk to , as I was told 
not to make waves. After all , I am merely observing. 
All I could think of was that I would vow to never treat 
a prospective teacher, when I begin to teach, the way I 
had been treated. Maybe there was something to learn 
in all this after all . 
The Moral Imagination 
According to Ricoeur (1977) , there are three func-
tions to the moral imagination: (1) the forming of 
images ; (2) the association of images ; and (3) the 
standards by which moral appropriateness is judged. 
Note that in Bill 's "Story" he forms and develops 
images of his first day at the school ; and the images 
are related to his emotional experience. For instance, 
he feels "like a stranger in a foreign country" when 
entering the school ; and he feels rather alone when 
students walk by "oblivious to my presence. " 
As the "Story" unfolds, Bill continues to imaginally 
associate events which profoundly impact the way he 
feels about the school. When he asked someone he 
assumed was a teacher how to get to the principal 's 
office, "He mumbled something and pointed down the 
hallway." Bill is able to identify with the student who 
actually took him to the principal 's office. He calls her 
"a companion, an ally. " Bill is able to identify with the 
student as he imaginally notes the student's empathy: 
"someone who knew the experience I was having." 
The treatment at the hands of the principal rein-
forces his image of the school. The Principal 's main 
concern was in making "his" school look good, as "he 
spent over an hour praising teachers, staff, kids, etc." 
Although the principal was almost an hour late, there is 
no indication that he even apologized. Bill refers to the 
principal as "the head of an advertising agency." 
The treatment he received from his Site Based 
Teacher Educator did nothing to improve his image of 
the school. She did not introduce him to the students, 
and would only allow him minimal participation in the 
classroom. When he shared with her that one assign-
ment the university required was "to do a mini-lesson ," 
the teacher became authoritarian. All the above is part 
and parcel of the forming and associating of images 
(Craig , 1991 ). In other words , the unfolding of the 
"Story" begins with his treatment when he called the 
school for directions ("the secretary was not very help-
ful "), includes his treatment when entering the school , 
his (along with the other preservice teachers ') inter-
view with the principal , and ends with his experience in 
the classroom. 
John Dewey (1944) refers to the above process as 
"the imaginal reconstruction of experience" (p. 143). 
The imaginal reconstruction follows a particular logical 
sequence with issues in associating the images so as 
to derive a moral principle which is imbedded or inher-
ent in the scenario . In Bill 's "Story" the moral princi-
ple(s) are imbedded in his emotional reaction , as 
opposed to being explicit. (This is usually the case in 
the functioning of the moral imagination, that is , the 
moral principle(s) are not explicit). 
Bill notes he "left the school feeling betrayed." The 
reason he felt this way was due to the various events 
and individuals who displayed "a complete lack of 
interest in me as a person and as a future teacher." 
The moral principle inherent in Bill 's "Story" may be 
phrased negatively as "not being treated with respect 
and dignity. " 
Finally, it is a particular symbol or metaphor inher-
ent in the moral principle which spurs individuals to 
moral decision making and action (Craig , 1991 ). The 
symbol of disrespect was a powerful stimulus or moti-
vator for Bill. Initially he wanted "to either run away and 
never return to the school, or ask to be reassigned ." 
But he knew these options were unrealistic. Again , he 
notes a feeling of helplessness and powerlessness: "I 
really had no one to talk to, as I was told not to make 
waves ." Yet, the imaginal reconstruction of the events 
along with the implicit identification of a moral principle 
being violated (as well as the symbols of disrespect, 
accompanied by the emotions of helplessness and 
powerlessness) lead Bill to a moral decision upon 
which he would act in the future. " .. . I would vow to 
never treat a prospective teacher, when I begin to 
teach , the way I had been treated ." 
Notice that in Bill 's "Story" reason and logic , 
although they are evident in his assessments of the 
events , play a minimal part in his moral decision. 
Rather, the symbol with the accompanying emotions 
are the modus operandi leading to moral decision 
making and subsequent action. 
The Development Of The Moral Imagination And 
Preservice Teaching 
As mentioned previously, one of the assignments 
of the prospective teachers was to keep a journal of 
their experiences in the school. This provided a realis-
tic opportunity for me to teach students the functioning 
of the moral imagination. They were able to incorpo-
rate this process in their journals. The advantage of 
this process was that it gave the students a feeling of 
control , even over negative experiences. The moral 
imagination supplied a symbol or metaphor which 
energized students to indicate how they would morally 
decide subsequent action. 
I also asked the students to incorporate this 
process as one aspect of both their Community and 
School studies. The purpose of these studies is to help 
students gather data, organize it, and critically assess 
it. The inclusion of the moral imagination adds a sub-
jective factor which gets at levels of imagination , feel-
ing , naming appropriate moral principles, and symbolic 
modes of moral decision making which the highly 
objective and rational approach could not emphasize. 
Put differently, by including the development and func-
tioning of the moral imagination the assignments (as 
well as the students' experiences) took on a more 
holistic quality. They could envision their experiences 
from a broader perspective. 
The Moral Imagination And Skill Development 
Along with the processes involved in the function-
ing of the moral imagination are various skill clusters 
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(Hall , 1986). Hall refers to these as instrumental skills, 
interpersonal skills, imaginal skills and systems skills 
(p.151 ). Developing and using these skill clusters 
makes it apparent that even analysis, evaluation , and 
critique benefit from both rational/logical and imaginal 
processes. 
, For the moral imagination to function , instrumental 
skills are necessary. Instrumental skills include basic 
competencies and organizational ability. The associat-
ing of images demands organization. Thus, this aspect 
of rationality is essential in the functioning of the moral 
imagination. 
Interpersonal skills include such processes as 
empathy and attentive listening . According to Hall and 
Thompson (1980) , institutional existence requires 
interpersonal skills. Without them, especially if they are 
lacking in those in leadership positions, individuals feel 
alienated, misunderstood, and not respected . In Bill 's 
"Story" the only instance of someone using interper-
sonal skills was the student who took him to the princi-
pal 's office. Bill , though , used interpersonal skills when 
he decided not to treat preservice teachers the way he 
had been treated. 
lmaginal skills are the sine qua non of the func-
tioning of the moral imagination . The imaginal recon-
struction of experience demands the ability to imagine 
and fantasize (Craig & Norris, 1991 ). It is obvious that 
Bill exhibited a high degree of imaginal skills . His 
"Story" indicates this. Although it is true that not every-
one has the same abil ity at developing imaginal skills 
(Hall , 1986), all people have the ability (through prac-
tice) to some extent. 
Finally, systems skills allow the individual to view 
the parts of a particular institution, issue, or problem in 
relationship to the whole . Bill was beginning to get at 
this skill cluster when he decided not to treat preser-
vice students the way he was treated. He seems to 
have sensed that this part (the mistreatment of 
prospective teachers) will have a profound effect on 
the school itself and/or on the individual 's view of 
school. 
Implications 
1. In examining a number of college and university 
teacher education programs, I could not help but be 
struck by the high degree of objectivity and rationality 
expected of students. This expectation is evident in the 
kinds of projects and corresponding requirements. I do 
not want to denegrate objectivity and rationality, only 
to note that such an approach is one-sided. Individuals 
are wholes, that is , we do not function by reason and 
logic alone , as essential as these abilities are . The 
inclusion of the functioning of the moral imagination 
gives an added , more holistic dimension to teacher 
preparation programs. 
2. One major benefit of the functioning of the 
moral imagination is that it affords the preservice 
teachers a vehicle and forum for expressing their feel-
ings and emotions. This is especially important, I 
would think, with the high burnout rate of teachers. If 
preservice teachers are taught the functioning of the 
moral imagination , perhaps some of their frustration 
and emotional concerns with teaching can be mini-
mized. This would lead to more balanced and integrat-
ed individuals, who likewise feel a greater sense of 
control as they begin to understand and express their 
emotions and feelings, initially through imaginal recon-
structions. 
3. Sharing "Personal Stories" is a non-threatening 
mode of relating preservice experiences . It is non-
threatening because "Personal Stories" are imaginal 
and because feelings are being shared, as opposed to 
objective data. This process facilitates empathy and 
tends to thwart mere negativism. The sharing of feel -
ings also has a healing quality in that the emotions 
expressed become a vehicle for better understanding 
and, when integrated with the moral principle(s) and 
symbols or metaphors, leads to realistic moral decision 
making and subsequent action. 
4. It is needless to say that teacher education pro-
grams are primarily concerned with skill acquisition 
and development. It is interesting that the skills are 
largely organizational , managerial (classroom man-
agement) , lesson oriented (lesson plans and teaching 
strategies) , emphasizing various modes of evaluation, 
and so on . The introduction of the development and 
functioning of the moral imagination is a compl iment to 
the rather structured instrumental skill emphasis of 
many teacher education programs. The use of the 
moral imagination (and the development of imaginal 
and system skills in general) is another way of examin-
ing the content of teacher preparation programs. 
5. It is interesting that teachers are being asked to 
teach to the whole child , that is, teach to the student's 
intellectual , emotional , environmental , etc. aspects. 
Cooperative learning is one attempt to develop skills in 
a holistic manner, namely, having students responsible 
for different, specific tasks which demand different, 
specific skills. Likewise, the whole language approach 
is popular in teaching English. Would not prospective 
teachers also benefit from a more holistic approach to 
their teacher training? Obviously, my answer is in the 
affirmative. 
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The educational reform movement of the 1980's 
generated a strong need to carefully evaluate all public 
programs and hopefully, insure quality schooling for 
children . In an attempt to redistribute school population 
across socioeconomic class lines the magnet school 
movement developed. Although the dominant goal of 
magnet programs centers on achieving equity within 
school population distribution , educators must guaran-
tee quality within these programs as well. If we accept 
the conclusions of national reports, (such as those pre-
sented by Theodore Sizer (1984) and John Goodlad 
(1984), we find no single manner of schooling appears 
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"excellent" by all parents, teachers , and students. 
However, according to Evans Clinchy (1985, p. 43), 
magnet schools have been "our most successful and 
important educational achievement of the past thirty 
years - one that has not only enhanced the quality of 
our schools, but has dramatically increased accep-
tance of public education." Parental choice through 
magnet schools led many educators to believe that 
this involvement increases positive attitudes on the 
part of parents. 
The purpose of this study was a.) To present a 
historical review of magnet schools development and 
b.) To compare a national parental attitude survey with 
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local parent opinion regarding the quality of school 
programs. The researchers desired to determine if 
parental involvement is important for parents to per-
ceive schools as having successful educational pro-
grams. Therefore, the following research question was 
investigated, "Is there a relationship between parental 
involvement (i.e . magnet school choices) and atti-
tudes?" To assess local parental perceptions an 
adapted version of the 1987 Gallup Poll National 
Parental questionnaire was employed and 1 0 themes 
to define excellence were identified. The themes used 
in the Gallup Poll to determine parental perceptions of 
excellence were: 
1. perceived improvement in the local public 
schools 
2. perceived improvement in student achievement 
3. perceived efforts to raise standards 
4. perceived support for parental choice 
5. perceived parental input on curriculum , instruc-
tional materials, and library 
6. perceived role of government and the schools 
7. perceived efforts for character education in the 
schools 
8. perceived news regarding school prayer 
9. perceived news on grading the public schools 
10. perceived news on grading school personnel. 
HISTORICAL PERSPECTIVE 
Americans like choice. Historically many of the 
immigrants coming to this country did so because they 
wished to choose their own life-style. They desired 
choices and selections, believing that each individual 
should decide which course of life to pursue. People 
also desire the freedom to select where their children 
should receive an education. Even if the decision is 
merely between a public or private education . .. they 
have a choice. The magnet school movement rests on 
the choice premise. By giving parents and students the 
opportunity to make a choice, ownership and deter-
minism advances the effectiveness of learning. Alter-
native offerings in public schools began in the late 
1960's . Ramid suggests that alternative schools 
sought to respond to particular parent concerns and 
desires which other schools failed to satisfy (1985, p. 
438) . 
The nation's mandate to end segregation in the 
public schools is coupled with freedom of choice. From 
the 1954 Brown V. Board of Education decision to 
changes in the late 1960's, a series of court orders 
mandated the end of de jure separation. These court 
orders required the elimination of the dual systems for 
educating the nation's children as well as the opening 
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of the schools for all children. By the 1970's, the south 
had received legal orders to integrate its schools ; then 
the courts turned to the north and west regions. In all 
areas, except the south, the segregation patterns were 
subtle, but often complex. Courts practiced gerryman-
dering district boundaries and one of the last southern 
court cases on integration, Swann V. Southern. set the 
stage for the northern policies. This ruling laid the 
foundation for massive system wide busing in northern 
and western cities in the 1970's. In short, these sys-
tems received mandates to equalize their racial bal-
ances. 
Neighborhood schools had been the norm in 
America for years. However some schools existed out-
side of the local public systems . For example , the 
Boston Latin School , founded in 1635, is a prime 
example of a school that existed outside the control of 
public education officials. Others include Lowell High 
School in San Francisco , Central High School in 
Philadelphia, Bronx High School of Science in the 
Bronx, Aviation High School in Queens, Lane Tech in 
Chicago, and the New York High School of the Per-
forming Arts in Manhattan (Doyle and Levine, 1984). 
These provided an alternative to the regular neighbor-
hood schools , and were often labeled as elitist. For 
example, special legislation had to protect three selec-
tive academic high schools in New York City to keep 
them from falling into the hands of bureaucratic inter-
vention or extinction (Dunbar High School in Washing-
ton , D.C. , a specialized black high school with an 
excellent academic record, was adversely impacted by 
the school board decision to convert the school into a 
traditional neighborhood high school due to the Brown 
case). 
The belief that magnet schools were selective and 
elitist plagued the beginning programs in the 1970's. 
Yet by the end of the decade, magnet schools reflect-
ed a policy of inclusion rather than exclusion - open-
ing their doors to any student wishing to attend. How-
ever minority organizations sued the Minneapolis 
school system in the late 1960's and charged that the 
schools separated races. A 1972 court order required 
the Minneapolis Board of Education to remedy this 
segregation practice. The Board presented a magnet 
school plan which it believed would bring about inte-
grated schools. The court supported the plan and Min-
neapolis implemented the first magnet school structure 
in the United States. 
The federal courts define magnet schools as "a 
distinctive program of study that will attract a voluntary 
cross section of students from all racial groups." Fur-
ther, these schools should have special curriculum 
capable of attracting substantial numbers of students 
of different racial backgrounds (McMillan, 1980). Edu-
cators refer to magnet schooling in a more structural 
mode, suggesting that magnets offer a variety of edu-
cational opportunities that will result in voluntary inte-
gration of the enrolled students. 
Additional court cases followed the Minneapolis 
decision and in 1973 Denver desegrated its schools by 
implementing a variety of magnet school options. The 
federal courts required Boston to desegregate its 
schools in 1975 and a magnet program was construct-
ed for 22 of its districts' institutions. 
Educators must be cautious not to act or react to 
public opinion pressure, which is often without clarity 
or evidence that justifies the desired direction. Willis D. 
Hawley suggested that "excellence and equity are 
mutually reinforcing , rather than competing goals" 
(1983, p. 334). Hawley interprets the definition of quali-
ty education to mean academic achievement, and tol-
erance , and the acceptance of people of different 
racial and social backgrounds. He found that four spe-
cific changes occur in schools as a result of desegra-
tion : "Diversity of racial and socioeconomic school 
composition, potential conflict based on the variations 
brought together was reduced, discontinuity of what 
was traditionally practiced, and change to newness." 
Through positive attention to these conditions, sup-
porters of effective education should achieve greater 
opportunities to provide equity amongst systems. Fur-
ther, the use of Elementary and Secondary Education 
Act, 1965 (SEA) research funds generated evidence 
that academic achievement could be enhanced 
through school desegration . 
Magnets originated for desegregation purposes 
have since continued to find success. The 1983 United 
States Department of Education study conducted by 
James H. Lowry and ABT Associates has identified 
additional magnet program achievements, as well. The 
report listed the following benefits : 
• Magnet schools can and do provide high quality 
education in urban school systems and presumably 
would do the same in any school system, regardless of 
desegregation. 
• Magnet schools help renew the interest and moti-
vation of teachers , because efforts are organized 
around common academic goals and interdisciplinary 
curriculum planning . 
• Magnet schools help improve a school system's 
image in the community as a result of voluntary enroll-
ment policies. 
Clinchy (1985) also explains several other benefits 
of magnet programs. Magnet school parents have the 
opportunity to choose the kind and the quality of edu-
cation they want for their children. There is a greater 
variety of educational philosophies and methods and 
magnet programs offer a means for research and 
development. Clinchy concludes by stating that within 
a competitive magnet system "the excellence we all 
want for schools might well be achieved" (1985, p. 43) . 
Roy K. Blank (1984, p. 70) explains that "magnet 
programs can improve the quality of education in 
urban school districts." Blank states that in 1980 mag-
net programs consisted of a handful of urban city 
school districts and have since developed to more 
than 1,100 elementary and secondary schools , in 
more than 130 districts. Blank's study consisted of 45 
magnet schools in 15 school districts. He drew three 
major conclusions from this research . The first conclu-
sion centered on the quality found in magnet pro-
grams. His findings revealed that one third of the mag-
net schools provided high quality education as related 
to the educational process. The degree of quality of 
the magnet school typically corresponded with the 
degree of commitment to improving education that the 
magnet school provided. His study cited three factors 
which consistently correlated with high-quality educa-
tion : 1) an innovative, "entrepreneurial" principal , who 
exerts strong leadership by motivating staff and stu-
dents to develop curriculum ; 2) a magnet theme, a cur-
riculum, teaching methods, and staff capabilities that 
are highly coherent and result in strong program identi-
ty ; and 3) some degree of special treatment (or flexibil-
ity) with regard to district rules, conventions, and pro-
cedures. The study did not find program quality related 
to school size, program theme, or method of organiza-
tion (Blank, 1984, p. 271 ). He did conclude that volun-
tary enrollment of students affected educational quality 
and the magnet schools associated with this study pro-
duced higher attendance rates, fewer behavioral prob-
lems, and lower suspensions and drop-out rates than 
comparable non-magnet programs. 
The second conclusion drawn from Blank 's 
research argued the idea that high-quality education in 
magnet schools does not stem from highly selective 
methods for admitting students. Blank found that mag-
nets serve the average as well as the above average 
students. 
A third conclusion stated that school district lead-
ership, community involvement, and small additional 
expenditures are important factors for producing high-
quality education in magnet schools . The study 
revealed that the magnet schools with the most effec-
tive programs had strong leadership commitment from 
school boards , superintendents , and key district 
administrators. Principals were a key in the develop-
ment and organization of school resources as well as 
a strong, committed teaching staff. Successful magnet 
schools also benefited from extensive community 
involvement and support. Businesses, industries, insti-
tutions of higher education, community organizations 
and parents contributed to the magnet school's suc-
cess. Blank also found that the effective magnet 
schools had slightly higher average costs per pupil 
than non-magnets and that quality was directly propor-
tional to the extra cost. Blank's research demonstrated 
that magnet programs can improve the quality of edu-
cation in urban school districts. 
Another study, conducted by Doyle and Levine 
(1984), revealed that magnet schools fostered high 
levels of motivation among both teachers and stu -
dents, reported fewer behavior problems , greater 
teacher satisfaction and more racial integration. Part of 
this success was attributed to the fact that magnet 
schools maintained high standards for their students. 
The researchers surmised that magnet schools are 
effective and produce improved learning. It is their 
belief that diversity , choice, and commitment can 
empower teachers and students to perform more 
effectively. Doyle and Levine state that "learning 
demands an intellectual engagement between student 
and teacher that is more easily achieved if both parties 
know why they are there" (1984, p. 268). Effective 
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teaching thrives in an environment that supports pro-
fessional growth and collegial interaction . Magnet 
schools offer such an environment , and provide a 
model for changing the culture of schooling in the Unit- . 
ed States. 
THE LOCAL AGENDA 
The phrase "Achievement Through Excellence" 
describes the Dayton City Schools' decision to serve 
students through magnet "programs that are academi-
cally strong" (Smith , 1988). The call for Equity and 
excellence introduced magnets to Dayton as a vehicle 
to invite desegregation while providing, as Smith has 
stated, a rationale for "improved educational quality." 
In setting five year guidelines (1988-1993) for the 
development of a magnet system, the superintendent 
proposed a structure that includes every senior high 
and intermediate school , with about half of the elemen-
tary schools becoming a complete magnet or housing 
a magnet strand. The system plans to implement dis-
tinctive academic programs ranging from early child-
hood to senior high levels. Specific programs will focus 
on the visual and performing arts, pre-professions (col-
lege prep), "tech prep" (a technological cooperative 
with a local community college), and an international 
baccalaureate with foreign language and governmen-
tal studies strands . All sixth , seventh , and eighth 
grades will maintain a science/mathematics area and 
language strand commensurate with the opportunity to 
continue in a personal choice. The administration is 
sensitive to a two-tiered system of "elite" versus 
"mediocre" schools and has designed its initiative to 
avoid such a perception from students and the com-
munity (Smith, 1988). The Dayton Board of Education 
has made a system-wide commitment to the magnet 
school concept as a strategy to meet the needs of 
equity and excellence. The first step in this initiative 
was the creation of a cooperative between Wright 
State University and the Dayton Public Schools, E. J . 
Brown Magnet School. 
THIS STUDY 
This study pursued answers to two research ques-
tions. First, the researchers questioned "What are the 
parental perceptions of the E. J. Brown Magnet 
School 's quality and excellence? " The second 
research study question asked "How do the E. J. 
Brown parental perceptions compare with those found 
in the national study?" The E. J. Brown School was 
selected because of its affiliation to the researchers' 
university and because it adopted a magnet school 
philosophy. Magnet schools were viewed favorably for 
three reasons. First , the public viewed magnets as 
less sensitive than forced busing. Second, magnets 
provided alternatives which many people liked (from 
the various movements of the 1960's). Third, a major 
determinate to effective schools is the involvement of 
parents directly in the education of their children . 
Parental involvement helps influence educational 
achievement, even though some school systems 
appear ambivalent or hostile to meaningful parental 
participation . Once parent and school personnel col-
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laborate, the results are usually positive. 
The 19th Annual Gallup Poll of the Public's Atti-
tudes Toward the Public Schools (Phi Delta 
Kappa/Gallup Poll, 1987) was used to derive survey 
items for determining Dayton parental attitudes toward 
E. J . Brown magnet school. This questionnaire was 
used to develop the format and 27 items used in this 
study. A total of 57 surveys were completed by parents 
at the E. J. Brown public schools who participated in 
student conferences. The parents were self-selected 
after agreeing to participate in a series of student con-
ferences and this study. 
QUESTIONNAIRE ANALYSIS 
In analyzing the data from the study's question-
naire, a discussion of primary findings related to the 10 
major themes of the study will be presented. A series 
of tables will present relevant statistical findings . In the 
"Discussion and Implications" section the study ques-
tions will be addressed. The methodology for data 
analysis involved a percentage response for each item 
being computed and comparisons made by item, 
theme, and group: (a) local parents (i.e . E. J. Brown 
parents) and (b) national parents. A Chi Square test of 
independence was utilized to determine significant 
observed differences in response percentage by item 
between the national parents and local parents. 
* Perceived Improvement in the Local Public 
School 
Question One assessed parental improvement in 
the local schools. Since the publication of the 1984 A 
Nation at Risk report, society has charged the nation 
to improve the public schools. The selected school, E. 
J . Brown , is a newly developed magnet school. The 
researchers felt it important to find out if the parents 
perceived it as better than other schools in the Dayton 
Public School System. In general, the gallup Poll sam-
ple reports little change in overall educational improve-
ment. The national parents group did believe that the 
public schools improved (25%) or have stayed the 
same (36%) rather than worsened (22%) . About one 
half of the surveyed E. J. Brown parents (51 %) viewed 
it as an improvement over other Dayton Schools and 
only three percent (3%) held that it was worse . 
Approximately one fourth (26%) of the E. J. Brown par-
ents believed that this magnet school was about the 
same as other Dayton Schools. There is a clear indica-
tion of parents viewing the E. J. Brown school as bet-
ter than other district schools. A significant Chi Square 
value of 20.5 was observed when the response per-
centage of the national and local survey results were 
compared. This finding indicates that local parents per-
ceive that greater improvement has occurred in the E. 
J. Brown Magnet School than schools nationally. 
Table 1 
Local Public Perceptions Toward School Improvement and Student Achievement 
as Compared to National Public Perceptions 
PerQent RespQnse 
Item Stem Source Improved Worse Same Don't Know Chi Sq 
1. Comparison to other schools L 51 3 26 19 
N 25 22 36 17 20.5 * 
2. Student achievement of above L 42 7 19 32 
average abil ity student N 27 11 41 21 12.87 * 
3. Student achievement of L 36 5 27 32 
average ability student N 19 14 45 22 13.24 * 
4. Student achievement of below L 38 7 15 40 
average abil ity student N 20 22 35 23 23.14 
NOTES:*= significant at p.05 ; Local (L = 57); National (N = 1572); DF = 3. 
* Perceived Improvement in Student Achievement 
Items Two , Three and Four assessed parental 
perceptions on improvement of student achievement 
by ability level (see Table 1 ). These questions were 
chosen for inclusion in an effort to ascertain parental 
perceptions of appropriate levels of instruction at the 
E. J. Brown school. 
In general , parents viewed student achievement 
as j mproved at each level over other Dayton Schools. 
Parents' perceptions of the appropriateness of instruc-
tion is slightly higher for the above average student 
than for the average or below average students. 
Significant Chi Square values were found for items 
2, 3, and 4. E. J . Brown parents reported significantly 
higher perceptions in improved student achievement 
for each student ability level investigated when com-
pared to national parent beliefs . At the same time , 
fewer local parents than national parents perceived 
student achievement as worse . 
* Raising Standards 
In order to assess parental views concerning 
school standards (ex. grades, attendance , etc .) and 
thus raising achievement, we presented questions five 
and six. The National poll illustrated an overwhelming 
belief from the sampled population that raising stan -
dards of academic achievement of its students would 
improve the quality of education. By a margin of 7 to 1, 
the national parents felt that quality would result from 
more rigorous standards . The E. J . Brown School 
parental sample paralleled the national percentages 
(See table 2). The E. J . Brown sample parents 
believed that higher academic achievement require-
ments would improve the quality of schooling (77% as 
compared to 76% nationally) . 
In both the national poll and the E. J . Brown sam-
ple , over 50 percent of the parents believed (52% 
nationally and 58% locally) that raising achievement 
standards will encourage students from low-income 
backgrounds to do better in school. Less than one 
third nationally (30%) , and less than one fourth locally 
(22%) , believed that raising standards would discour-
age low income background students in school and 
perhaps lead to higher drop out rates. Therefore , it 
appears that the local and national public desire higher 
standards for schools. There was no significant differ-





Local Public Perceptions Toward Higher Academic Achievement 
Requirements as Compared to National Public 
Percent Response 
Stem Source Help Hurt 
Impact of higher academic L 77 23 
requirements N 76 11 
Impact of higher academic L 58 22 
requirements for low-income N 52 30 
background students 
NOTES = Local N = 57; National N = 1572; DF = 2 






Support for Parental Choice 
Questions Seven and Eight emphasize parental selec-
tion and focused on parental choice. Since E. J. Brown 
is a magnet school and the parents selected it for their 
children , these questions were essential to determine 
if magnet school parents desire even more flexibility in 
choice (See Table 3) . 
Both Presidents Reagan and Bush have stressed 
the need for parental choice. In the national poll , seven 
of ten parents voted for parental choice. However, on 
the voucher issue, the public supported the idea by a 
small margin. 
In this magnet school parental sample (L) , 95 per-
cent of the respondents believed that parents should 
have the right to choose which local school their child 
attends. This was significantly higher than the 71 per-
cent of the national poll (significant at the .05 level). 
This is a significant finding since these parents had a 
choice of a magnet program for their child . 
Likewise , the local magnet school sample 
responded significantly higher to the use of vouchers. 
This sample had 61 percent of parents in agreement, 
compared to 44 percent nationally (significant at the 
.05 level). Again , since these parents have already 
selected a magnet school , would they also like to see 
their options broadened to include parochial and pri-
vate schools? 
* Parental Input on Curriculum, Instructional 
Materials. and Library Books 
Questions nine, ten and eleven evaluate parental 
views related to their input on curriculum, instructional 
materials and library selections (See Table 4). In con-
trast to the findings related to parental input on school 
selection , parental input on curriculum , instructional 
materials and library materials nationally was very 
clear. Overwhelmingly , national public feelings sup-
ported more parental input (45%) rather than less (8%) 
on course offerings. Nationally 37 percent of the 
respondents felt that parents had a sufficient amount 
of input. The views of local parents paralleled those of 
the national sample . Locally , 42 percent of parents 
wanted more input, no parents (0%) desired less, and 
49 percent believed they had the right amount of input. 
Although the results show a relationship between the 
national and local responses , it is not highly significant. 
Parents nationally declared (38% to 14%) that par-
ents should have more input into the selection of 
instructional materials and (36% to 16%) of books 
placed in the library. Local parents held similar views. 
According to the national parent sample (39 percent 
for instructional materials and 38 percent for libraries) 
they have acceptable decision making power. The 
local parents agreed with the national respondents 





Local Public Perceptions Toward Parent Choice of School 
as Compared to National Public Perceptions 
Pergent RespQnse 
Stem Source Yes No 
Parents have the right to L 95 4 
choose neighborhood or N 71 20 
local school 
Parents have the right to L 61 19 
use voucher system N 44 41 
NOTES:* = significant at p.05 ; Local N = 57; National N = 1572; DF = 2. 
Table 4 
Local Public At Perceptions Toward Parental Involvement 
as Compared to National Public Perceptions 
Percent Respons~ 
Item Stem Source More Say Less Say Same 
2. Impact of higher academic L 77 23 0 
9. Parent curriculum involvement L 42 0 49 
N 45 8 37 
10. Parent instructional L 39 5 46 
materials involvement N 38 14 39 
11. Parent library book L 30 7 47 
selection involvement N 36 16 38 
NOTES: * = significant at p.05; Local N = 57; National N = 1572; DF = 3. 
16 
Don't Know Chi Sq 
1 
9 18.80 * 
19 
15 12.87 * 
Don't Know Chi Sq 
9 





46% right amount; no significant relationship) as well 
as library selections (30% more, 7% less, right amount 
47%; no significant relationship). 
* Government and the Schools 
Question thirteen focused on the federal govern-
ment's role in public school education (See Table 5). 
During the political eras of the Reagan and Bush 
administrations, politicians desired to have parents, 
states, and local governments become actively 
involved in education while supporting minimal surveil-
lance at the national level. The three items in this sec-
tion sought to evaluate parental desire tor the national 
government to take a more active role in schooling. 
The national public disagrees with the political theme. 
There is no indication that the public desires to reduce 
the levels of government input in favor of local control. 
The local sample agreed with the national findings that 
federal government should require states and local 
school districts to meet minimum educational require-
ments. However, there were differences between the 
local and national polls in regard to federal intervention 
in national problems. The local sample unanimously 
agreed that the federal government should advise and 
encourage state and local institutions to respond to 
important national problems in education (96%, signifi-
cant at .01 level). Hence, it appears that these select 
Dayton parents view government guidance in resolving 
educational problems imperative. 
* Character Education in the Schools 
Questions fourteen, fifteen, sixteen and seventeen 
centered on character education in schools. One of the 
major thrusts of the national educational agenda has 
been the development of personal values and ethical 
behavior. These questions requested the participant to 
answer whether it should be the responsibility of the 
school or the home to develop these values. 
Forty-three percent of the national poll stated that 
schools should be involved in character development, 
and another 13 percent said that schools and church-
es should collaborate on the development of character 
(See Table 6). The local sample was strongly in favor 
of the collaborative approach (53% significant at the 
.01 level) . Magnet school parents are philosophically in 
agreement with school/parent interaction in decision-
making. 






Local Public Perceptions Toward Federal Government Involvement 
as Compared to National Public Perceptions 
PerQent Re~pQn~e 
Stem Source Yes No Don't Know 
Establish minimum standards L 81 9 10 
and requirements N 84 10 6 
Encourage schools to deal L 96 2 2 
with national concerns and N 83 10 7 
issues 
Identify important national L 96 0 4 
concerns and issues N 81 12 7 
NOTES:* = significant at p.05; Local (L = 57); National (N = 1572): OF= 2. 
Table 6 
Local Public Perception Toward Courses on "Character Education" 






Item Stem Source Yes No Both Don't Know Chi Sq 
14. Yes if such courses should L 32 
be taught in your school? N 43 
Or no, if parents and churches? 
15. Is it possible to develop L 72 
subject matter for such N 62 
courses? 
17. Should students be excused L 46 
from such classes? N 52 



















programs satisfy the majority of the community, 6 
(62%) out of 1 O national participants believed that it is 
possible , while only 2 out of 10 (23%) viewed it impos-
sible. The local sample even more strongly favored 
character education (72% significant at the .01 level) . 
A substantial margin of national parents (See table 
7) felt they should develop most of the course content 
(42%); secondly, the school board (24%) ; thirdly, the 
teachers (14%) ; and fourthly, the administrators (10%). 
The state and federal governments had the lowest per-
centages (State 9% and Federal 5%). The local sam-
ple agreed with the national opinion data, except that 
they held more support for teacher input (nationally, 
teachers claimed 14% whereas in the local sample 
teachers drew 25% of the support) . 
The majority of the national participants believed 
that parents should have the right to withdraw their 
child from class if they objected to the course content 
(5-3). The local sample agreed with the national find-
ings. 
* School Prayer 
Questions eighteen and nineteen deal with school 
prayer. Since both the Reagan and Bush Administra-
tions support prayer in the schools , these questions 
evaluated how E. J. Brown parents compare to the 
national opinion data (See Table 8) . 
The general public supported school prayer. Most 
people realize that there is a proposed amendment to 
the constitution which would allow school prayer 
(78%) . Within th is group, 68 percent favor the amend-
ment while 26 percent opposed it. Nearly three-fourths 
of the national sample (71 %) felt that only a small per-
centage of the population would oppose prayer in the 
schools. The local sample agreed with the national 
findings (69% favored , 18% opposed and 9% did not 
know). There was no significant relationship on these 
items. 
* Grading the Public Schools 
Question twenty requests participants to grade the 
public schools (See Table 9). Nationally 43 percent of 
the participants rated the public schools with a grade 
of A or B, with 30 percent receiving a C and 13 percent 
receiving a Dor F. The local E. J. Brown parents more 
highly supported their school. Sixty-five percent (65%) 
rated their school in the A or B category (significant at 
the .05 level.) 
* Grading School Personnel 
Questions twenty-one and twenty-two requested 
participants to evaluate school personnel. Nationally, 
public school teachers received high grades (See 
Table 7 
Local Public Perception Toward "Who should have the most 
to say about the content of character courses" 
as Compared to National Public 
Item Stem Local 
16. Parents 40 
Local School Board 12 
Teachers 25 
School Administrators 11 
State Government 4 
Federal Government 4 
Don't Know 2 











Local Public Perception Toward Prayer in the Public Schools as 
Compared to National Public Perception 
Item Stem 
18. Favor or Oppose an amendment 
to the U.S. Constitution 
19. Percentage of the public that 

























Local Public Assessment of School Personnel 
As Compared to National Public 
Percent Response 
Item Stem Source A B C D F Don't Know Chi Sq 
20. Grade given to school L 38 27 9 4 6 4 
N 12 31 30 9 4 14 35.15 * 
21. Grade given to teachers L 40 25 3 0 0 3 
N 15 34 25 6 3 17 45.20 * 
22. Grade given to administration L 32 32 2 3 3 14 
N 14 29 27 9 3 18 31.37 * 
NOTES: * = significant at p.05; Local N = 57; National N = 1572; OF= 2. 
Table 9). Forty-nine percent of the public evaluated 
teachers with a grade of A or B. Sixty-five percent 
(65%) of local parents rated the teachers at their 
school with an A or B. There appears to be an over-
whelming amount of support at this local magnet 
school for teachers (significant at the .01 level.) 
Nationally, the parents evaluated the teachers 
(49% A or B) higher than the administrators (43% A or 
B) . Although the principal (64% A or B) of the local 
school sample did not score as high as the school or 
teachers (both 65% A or B), the administrator did rank 
higher than the national (43% A or B) sample (78%) 
(significant at the .01 level) . 
Discussion: 
The major findings which respondents ranked and 
are evident from the data suggest strong parent views 
regarding achievement, academic standards, parent 
choice , government intervention and character educa-
tion programs. Specific findings are as follows: 
1 . There was a strong indication that parents 
viewed the E. J. Brown School as better than 
other Dayton Schools . Likewise the E. J . 
Brown parents sample held that student 
achievement at each ability level as improved 
compared to other Dayton Schools , with 
above average students achieving more. 
2. Both locally and nationally parents believe 
increased academic standards would improve 
school quality without hurting low income stu-
dents. 
3. E. J. Brown respondents, being a parent-
selected magnet school, strongly supported 
providing parent choices and vouchers. 
4. More E. J. Brown parents stated that they 
had the right amount of input in curricular deci-
sion. 
5. The local and national parents viewed fed-
eral government guidelines for educational 
programs standards as necessary. 
6. The magnet parents were in agreement with 
parent/school decision making in character 
development. They also strongly agreed that 
schools should have programs in character 
development. 
7. The local sample supported teachers more 
in course content decisions than the national 
sample. 
8. The magnet school sample group gave 
higher grades to their school and school per-
sonnel than the national sample. 
Summary 
Magnet schools developed as an alternative to 
provide excellence while maintaining equity in student 
population distribution. A mid-size suburban district 
magnet school was chosen for comparison to national 
opinion data and parental desire for higher standards 
in academic achievement. Parents are unsure about 
magnet programs improving schools , but the ability to 
choose a school is an important factor. Teachers are 
valued in this type of environment and the specific cur-
riculum inherent within the magnet school philosophy 
appears a better criteria for selection rather than geo-
graphical location. The dilemma of parental apathy 
versus involvement became known through interpreta-
tion of the data and this study identified the importance 
of collaboration for continued academic growth. Clear-
ly, the findings call for continued increase in parental 
involvement in establishing goals and objectives for 
public education. 
It is hoped that this research and future investiga-
tions in this area will provide guidelines for involving 
parents in the development of magnet school pro-
grams. School administrators need parental input in 
the development of curriculum, programs, facility 
access and overall mission for the magnet school. 
Policies and procedures regarding school operation 
need free and open discussion among parents, teach-
ers and administrators. 
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Introduction 
While several generations of experience in central-
ized bureaucratic decision making in the public sector 
and longer and more successful experience in deci-
sion making in the free market section exist, society 
has little experience combining the two as an 
approach to improve education and schools specifical-
ly. How do we find an alternate pattern of education 
governance to utilize ability, energy, and intellect, and, 
at the same time, continue to deal effectively with all 
personal and social education aspirations (Kerchner & 
Boyd, 1988)? 
Finding an acceptable marriage of these compo-
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nents is a most intricate task for several reasons. First, 
education is complex , having strong links with individ-
ual goals and demands to fulfill social objectives. Sec-
ond, technological and sociological developments may 
have negated the relationship between centralization 
and modernization, and existing bureaucracies may 
have exceeded their capacity for coordination and con-
trol (Murphy, 1982). Third, there is a trend toward 
decentralization in society as we know it. Naisbitt 
(1982) observed a final factor: "the growth of decen-
tralization parallels the decline in industry" (p. 98). 
How does modern society create a balance 
between the right to act as one chooses, free from 
undue restriction or control , and at the same time cre-
ate equity for every one in the state? How can we cre-
ate a political governance system for our schools 
which allows liberty, offering the ideal or quality of 
being just, impartial , and fair? Nyberg (1981) may 
have found a way of bringing together simultaneously 
these separate forms of freedom and equity. He refers 
to an ability to fit these concepts together where there 
was none apparent. He labels this phenomenon Artic-
ulation or joining distinct things together so that they 
form an integrated group. This does not imply any loss 
of identity or distinctness of things combined. The idea 
further suggests an absence of conflict between them. 
Articulation then is an ordered mix of components that 
work together so well that there is no conteraction. 
Nyberg's ideas may be a bit utopian for the school sys-
tem as we presently know it. A more feasible approach 
at this time may be deregulation. For deregulation to 
take place, people must be treated by law, custom and 
tradition with equality, the measuring instrument need-
ed for guaranteeing liberty. However, attempting to 
use Nyberg's philosophical approach to abolish the 
present bureaucratic system of governance of the 
schools and install a new one poses problems. Our 
system of governance of public schools lacks a mile-
post to begin to determine a set of desired outcomes 
and expectations. As a democratic society, we expect 
equal treatment of individuals, and we believe we have 
accomplished this process by establishing require-
ments, not by removing them. 
Looking for a Direction 
For a long period of time, states have set regula-
tions which have controlled standards for the public 
schools. In some cases, the regulations have served 
as benchmarks , or points to measure from . These 
offered the means for observing where schools were 
or hoped to be and were thought necessary for the 
improvement of education. 
As a result of the barrage of reports beginning with 
A Nation at Risk which focused on the negative 
aspects of education , practitioners, policymakers and 
scholars began to search for ideas and approaches 
which might have some effect on the improvement of 
the schools. The realization that policymakers had 
focused on centralization of control, rather than the 
problem itself, resulted in questioning from all arenas, 
including both educational and political. 
The questioning led to the involvement of politi-
cians with a variety of motives. Local school board 
members were held accountable to their constituents, 
yet often unpopular and inefficient state mandates had 
to be followed . The principals, under the onus of the all 
new regulations, still lacked authority but also were 
accountable for all aspects of their schools. 
Questions arise: How can administrators be held 
accountable for ·what they do not control? How can 
control be put in the hands of the administrators? In 
order to return some control to the schools, there must 
be a first step to deregulate our schools, and there 
must be a set of standards to measure by. There must 
also be data to know how we are doing now. 
A Model for Deregulation 
Finding the best means to operate our public 
schools is the ultimate goal, but other factors play 
major roles in attaining the primary goal. Where does a 
state begin? One might look at South Carolina where 
the state first achieved some minimal degree of educa-
tion equity so that decentralization could lead to gen-
uine participation. The kind of new educational tradi-
tion being discussed was intended to change dramati-
cally the way most schools operate (Alexander & 
Kean, 1986). 
Why did South Carolina change direction as it 
determined who or what groups would make decisions 
relating to the regulation of the local schools? Did the 
change of direction occur at the federal or state level? 
A quick review of South Carolina's Education Improve-
ment Act (E.I.A.) of 1984 reveals the state went 
beyond the traditional role and set established basic 
minimum standards, which traditionally had been left 
to the local board or the school. Earlier, South Carolina 
had created the Basic Skills Assessment Program 
(BSAP) from its standards set forth in the E.I.A. The 
state had found a reasonable standard with which to 
measure its public schools, thus taking the first step to 
placing the responsibility and accountability in the 
hands of the principal, teachers, parents, and board of 
trustees. 
Deregulation, as implemented in South Carolina, 
was developed as part of the legislation known as Tar-
get 2000 - School Reform for the Next Decade Act. 
The intent of this legislation is to encourage productive 
and successful schools to initiate new and innovative 
ideas. The General Assembly of South Carolina 
amended a previous section of Section 18, Chapter 
18, Title 59 of the 1976 Code to be revised by adding 
Section 59-18-15, which states "a school is given the 
flexibility of receiving exemptions from those regula-
tions and statutory provisions governing the Defined 
Minimum Program, the Basic Skills Assessment Pro-
gram, and the Remedial /Compensatory Program" 
(South Carolina Code 59-18-15, 1976). 
The intended purpose of the Flexibility Through 
Deregulation program was to establish a procedure to 
stimulate innovation and creativity in South Carolina's 
public elementary and secondary schools. In order for 
schools to be eligible for deregulation, they must meet 
the following criteria during the three year period prior 
to the school year in which the school is given deregu-
lated status: 
A. A school must have been twice a recipient 
of a school incentive grant, pursuant to Sec-
tion 59-18-10, S. C. Code of Laws, 1976. 
B. A school must have annually exhibited a 
school gain index (SGI) value at or above 
the state average [zero] as computed in the 
School Inventive Reward Program pursuant 
to Section 59-18-10 of the S. C. Code of 
Laws, 1976. No school shall be eligible for 
deregulation unless a school gain index 
value has been calculated for the school for 
the three prior consecutive school years. 
C. A school must have met applicable annual 
NCE gain requirements for reading and 
mathematics compensatory programs pur-
suant to Section 59-5-65, S. C. Code of 
Laws, 1976. 
D. A school must have exhibited no recurring 
accreditation deficiencies (i.e., same defi-
ciency citation for two or more years) as set 
forth in the Annual Report of the Accredita-
tion of School Districts in South Carolina for 
the three most recent reports approved by 
the State Board of Education. (South Caroli-
na State Board of Education , 1989, p. 9) 
Conclusion 
We have had a great deal of experience in operat-
ing our schools using a centralized bureaucratic 
approach, primarily from the state level. Schools failed 
during the past ten years, however, to reach society's 
expectations. Many leaders felt what was needed was 
an alternate approach to govern the schools. Various 
tactics were considered and new directions were gen-
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erated. Researchers looked for a possible environment 
in which to develop a model. South Carolina is the only 
state with Defined Minimum standards which serve as 
the mile-post necessary to begin the development of a 
deregulation program for such a model. The intent of 
the model in South Carolina is to encourage schools to 
be creative, productive , and successful , removing 
them from many of the state's oversights and regula-
tions . It is too early to evaluate the model being used 
or to determine how effectively it places control in the 
hands of administrators or the intended receivers. It 
appears, however, to be one of the few viable alterna-
tives because it gives some control back to the 
schools and stimulates creativity . We have learned 
that addressing the problem at its closest point tends 
to remedy it more quickly. 
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The purpose of screening is to help the students 
identify and develop their intellectual talents to the 
fullest. In elementary, middle, and secondary schools , 
intelligence quotient (IQ) tests , ability grouping , and 
tracking are used to screen students to determine who 
shall be eligible for particular types of learning or for 
eventual advancement to higher education. A study 
conducted by Dreeban and Barr (1988) examined 
whether teachers formed groups according to a stan-
dardized criterion or in some systematic way. lnforma-
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tion was gathered from over 50 instructional groups 
representing broad socioeconomic differences. The 
influence of grade and class composition on ability-
grouped formations were analyzed , and the variations 
of instruction in the ability groups were examined . 
Through classroom observation and standardized 
tests which were designed to measure general ability 
and reading achievement, the researchers concluded 
that the same actions by different teachers produced 
different effects , according to variations in the circum-
stances in each classroom . How teachers formed 
groups with their classrooms did not appear to be a 
matter of explicit common knowledge or principle 
among the practitioners. 
Conception of Intelligence 
Some administrators and teachers claim to system-
atically group students by the results of standardized IQ 
tests. Researchers are beginning to recognize that intel-
ligence is too complicated to be captured by a single 
number based on a single test. Robert Sternberg (1986) 
outlined a three-part conception of intelligence that 
attempts to overcome the limitations of IQ testing . 
Clearly, intelligence is not a simple debate. It comprises 
a wide array of skills : academic ability, common sense 
or street smarts, and insight. Sternberg holds that the 
bulk of research supports that intelligence is not fixed 
and can be increased. Scores are merely predictors of 
success. 
There have been advantages and disadvantages 
of intelligence testing throughout this century, although 
a complete definition of intelligence has not been for-
mu lated. According to Strom, Benard, and Strom 
(1989), multiple intelligence has a solid basis in psy-
chological history. Binet and Simon (1905), who devel-
oped the first mental measurements tests , believed 
that intelligence was not a single factor but was an 
aggregate of functions involving judgments, compre-
hension, direction, and invention. In 1986, Sternberg 
proposed that conventional mental tests do a disser-
vice because they are limited to a particular aspect of 
total cognitive potential. 
A study by Matthews (1989) tested the hypothesis 
that IQ test scores could be improved by instruction in 
critical thinking skills. The 67 participants were seventh 
and eighth graders of average intelligence. After ran-
dom assignment to control or experimental groups, the 
experimental group received instruction in critical 
thinking skills for 60-minute lessons administered three 
days per week for a period of six weeks. At the end of 
the period of the study, the Cognitive Abilities Test was 
administered, and results were compared to a pretest 
which had been administered prior to treatment. There 
was a significant difference at the .05 level of signifi-
cance . The results of this study indicate that intelli-
gence, as measured by scores on tests of cognitive 
ability, can be increased. These findings have impor-
tant implications for ability grouping practices which 
use IQ test results to form groups. 
Teacher Expectations 
Researchers have also wrestled with proving or 
disproving the effects of teacher expectation on IQ. 
The first stage of controversy focused in the original 
Pygmalion study (Rosenthal & Jacobson, 1968). In the 
experiment poor children were administered an IQ 
test. Teachers were told that the instrument identified 
children most likely to show dramatic intellectual 
growth during the year. Children in the experimental 
test group gained nearly 4 points in total IQ and 7 
points in reasoning over the control group. At the end 
of the study, the teachers rated the experimental chil-
dren as intellectually more curious, happier, and better 
adjusted than the children in the control group. The 
study was debated, and many said that Pygmalion 's 
findings condemned the tracking system. The critics 
believed that the students ' backgrounds were the 
cause of their school problems. In replications of this 
study, the data revealed that the better teachers knew 
their students at the time of expectancy induction, the 
smaller the treatment effect. The expectancy effects 
were found to be larger for Grades 1 and 2 than 
Grades 3 through 6. Significant effect reappears at 
Grade 7. It appears that expectancy does have some 
effect on students' IQ and performance. This phenom-
ena should be researched extensively (Greenfield, 
Banuazizi, & Ganon, 1979; Kerman, 1979). 
The findings of 18 previous experiments which 
explored the effects of teacher expectations on student 
IQ were analyzed by Raudenbush in 1984. He discov-
ered a small effect of expectancy on IQ. However, the 
tests appear difficult to compare because, in some 
instances, the teachers already knew the children and 
had formed an opinion of them . It was difficult to per-
suade teachers to alter their expectations under these 
circumstances. It appears that the variability in the 
effect sizes of these experiments can be accounted for 
by knowing the number of weeks of teacher-student 
contact pre-dated the expectancy induction . It was 
found that results were consistent for those 
researchers who manipulated IQ scores and achieve-
ment scores, past teacher ratings, and gave the 
manipulated records to the teachers before they met 
the students. The weakness of this study is that 
assessments of artificially induced expectancy effects 
leave unanswered questions about the effects of natu-
rally occurring expectancies. 
Teacher Assessment 
The accuracy of teacher assessment of students' 
ability is an issue of educational research (Rauden-
bush, 1984). Teachers' ratings of students' ability are a 
form of attitudinal cognition, influenced by personal 
likes and dislikes, racial prejudices, halo effects, and 
other non-rational factors. Teachers' criteria for group 
divisions are based on their feelings. This strongly 
contrasts the study of diagnosis in other professions 
such as medicine and psychology where accuracy and 
rationality are assumed and the emphasis is placed 
rather on strategy and cognitive structure. 
This section discussed the criteria used for divid-
ing children into ability groups. The research points to 
the difficulty of using IQ performance because there is 
a debate over the definition of intelligence. Teachers 
most frequently use nonstandard and unscientific 
methods to place children in ability groups. Often the 
placement decision is based on recommendations 
from the previous teacher of the child. This teacher 
bases the opinion of the child on past experiences with 
the student. 
Ability grouping can affect many variables within a 
classroom , such as the amount of teacher interaction 
with the students, the amount of instructional time 
between high and low groups, the type of instruction 
the groups receive, and the opportunities for learning 
in each group. The next section discusses the effects 
of ability grouping on achievement and learning. 
Effects of Ability Grouping 
Ability grouping changes the educational circum-
stances in several ways. First, the amount of interac-
tion between teacher and students is affected. The 
more groups that are within a class, the more time a 
teacher must spend in small group instruction. During 
the time the teacher is engaged in small group instruc-
tion, the remaining students are expected to complete 
seat work activities. Anderson , Brubaker, Alleman-
Brooks, and Duffy (1985) found that some of the seat 
work assignments given to students to complete on 
their own, while the teacher worked with small groups, 
lack the ability to hold attention (Kounin & Sherman, 
1979), and the content of the work is questionable. 
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Several studies have examined teacher-student 
interactions in elementary mainstreamed classes. 
Thompson (1983) discovered that mainstreamed chil-
dren receive a larger proportion of teachers' total time 
than the regular students. However, the interaction did 
not increase academic instruction. This study replicat-
ed earlier findings (Thompson, White, & Morgan, 
1982) that neither mainstreamed nor non-handicapped 
children typically received adequate time in academic 
instruction, nor did non-handicapped students receive 
more instruction than handicapped children (lvarie , 
Hogue, & Brulle, 1984). 
A study conducted by Brady, Swank, Taylor, and 
Freiberg (1988) was designed to see if teacher-student 
interactions with mainstreamed students of middle 
school age could be changed and improved. The 
researchers used findings from a research program 
conducted by Larrivee (1986) to target teaching inter-
actions that are related to improvements in main-
streamed student performance. The effective teacher 
of mainstreamed students used high rates of contin-
gent feedback , guided students toward academic 
responses, asked questions, minimized discipline, and 
decreased criticism and time off task. The experimen-
tal group of teachers was instructed using the interac-
tion techniques of effective teachers as isolated by 
Larrivee. The results showed significant changes in 
teacher-student interaction for those teachers who 
received effective teacher instruction. As the regular 
classroom becomes the setting for placement of mildly 
handicapped children, these findings have implications 
for students and teachers. 
Opportunity for Learning 
The allocation of time to low and high ability 
groups varies significantly. As Sorensen and Hallinan 
(1986) discovered , "The subdivision of students into 
groups is also a subdivision of instructional time" (P. 
522). Students in classrooms with multiple groups 
have less direct contact with their teacher than non-
grouped classes. The study collected data from a lon-
gitudinal study of 40 first-grade classes to study the 
effects of ability grouping on reading achievement. 
They concluded that ability grouping provides fewer 
opportunities for learning than whole class instruction 
but greater utilization of those opportunities ; that high 
ability groups provide more opportunities for learning 
than lower ability groups; and that small homogeneous 
ability groups facilitate learning more than larger, more 
heterogeneous groups. Ability grouping does affect 
reading achievement, but the amount of active instruc-
tion time is a variable that is hard to control. The 
amount of time spent on instruction affects a student's 
opportunity for learning . 
Low ability groups were found by Anderson and 
Pigford (1986) to get less teacher time than high ability 
groups. In a study with low achieving second graders, 
these researchers found that the low achieving stu-
dents spent almost 1 ½ hours in continuous supervised 
seat work activities. 
In a study conducted in 1989, Gamoran attempted 
to discover the means through which stratification in 
schools makes student achievement differ. He consid-
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ered technical conditions of differentially allocated 
instruction and instructional processes. Data were col-
lected from 12 first-grade reading classrooms. It was 
concluded that in order to understand why some stu-
dents learn more than others in ability groups or other 
settings, the instruction provided must be examined. 
The results indicated that first-grade reading instruc-
tion is the key determinant of word learning and ability 
grouping itself had no effect on learning. 
According to Rosenbaum (1986), grouping can seg-
regate and rank students . Through overt and covert 
actions, teachers respond to these rankings and provide 
differential treatment. Students in the lower tracks are 
given materials at a slower pace (Barr & Dreeban, 
1983); the materials used with them are less interesting 
and challenging ; and their teachers spend less time 
preparing lessons for them (Rosenbaum, 1976). 
Research strongly suggests that grouping decisions 
can have a negative impact on some students if schools 
establish broad, rigid tracks based on general tests of 
performance or ability (Braddock, 1990). Students in the 
lowest tracks or ability groups are often stigmatized by 
their teachers and peers as poor learners. 
Discussion 
The research conducted by Swarzbaugh (1988) 
produced results that were comparable to other stud-
ies reviewed here. In 21 out of 22 test comparisons, a 
mixture of remedial students with peers of all abilities 
was favored . Low achievers gained most, but high 
achievers were shown to benefit. Unlike the tracked 
homogeneous classes, these students were randomly 
selected to participate in cooperative learning . This 
study offers an alternative to ability grouping . Harp 
(1989) supports the success of the cooperative learn-
ing model to replace ability grouping. 
All grouping is not negative. Instructional grouping 
practices can help schools meet individual needs and 
create positive learning climates. Used unwisely, group-
ing practices can exaggerate differences, label some 
students as slow, and foster a poor learning climate. 
Alternatives for homogeneous grouping need to be 
explored. Cooperative learning, the heterogeneous group-
ing of children to complete learning tasks, may be an alter-
native to the selection and arbitrary process of grouping by 
ability, prior achievement, or teacher discretion. 
The United States is founded on values which 
include equal opportunities, and education in the past 
was seen by some to be an equalizer. The stratified 
system of education is the primary mechanism for sort-
ing people to fill unequal positions. Because of the cor-
relation between society's material benefits and edu-
cation , an equal opportunity within education is critical. 
The school needs to become the mediating struc-
ture for those who are powerless to develop their 
potential. Society's diversity should be recognized to 
enable schools to function as an equalizer and not the 
mechanism that reproduces socially advantaged and 
disadvantaged. The school 's general failure to provide 
for different kinds of intelligence and learning styles 
has resulted in prejudicial practices. The most power-
ful decisions about a child's placement in school, as 
seen in th~ literature review, begins early. In elemen-
tary school , groups are formed , and it is rare for a child 
to move from a low to a high group. There is an enor-
mous range of achievement in junior and secondary 
school. The students are usually separated into cur-
riculum patterns where the academic courses vary 
widely in expectation, teacher enthusiasm , teaching 
methods, and content . Most secondary schools are 
characterized by divisions into vocationally oriented 
curriculum and an academically oriented curriculum. 
Students in vocationally oriented curriculum are dis-
proportionately poor and are from minorities. 
Presently , the collection of research evidence , 
court decisions, and reform proposals suggest that 
rigid ability grouping is an ineffective means for 
addressing individual differences and is harmful for 
many children . More important, the consequences are 
that large numbers of children and youth are denied 
access to knowledge reserved for those who adapt 
readily to the regularities and customs of schooling . 
The practice of ability grouping persists in Ameri-
ca's schools. George (1988) states that while 95% of 
the research says don't do ability groups, 95% of the 
schools persist with the practice. He believes that as 
long as educators accept tracking without question , 
the claim to care about the needs of every student is a 
specious one. 
Ability grouping in elementary schools has conse-
quences. It is a system that stretches across the years 
of primary schooling , feeding into the grouping and 
tracking systems of middle and high schools . The 
implications of ability grouping are important for all 
ages of students because its effects are felt throughout 
a student's school experiences. 
Modifying a school whose operation has depend-
ed on ability grouping is difficult. But when the benefit 
to youngsters in terms of higher achievement and 
greater success is considered , educators must accept 
the challenge. 
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A major role of the classroom teacher is to create 
a learning environment in which goals and objectives 
can be mastered. The creation of such an environment 
requires the knowledge of how and when to structure 
learning goals cooperatively, competitively , and indi-
vidualistically (Johnson, Johnson, and Holubec, 1986). 
Ideally, students should pursue goals in the structure 
which is most appropriate and conducive to their 
achievement. 
In a meta-analysis of studies conducted from 1924 
to 1980, cooperation was found to promote significant-
ly greater achievement in 60% of the studies when 
compared to competition (D. W. Johnson, Maruyama, 
R. Johnson, Nelson, and Skon , 1981 ). Additionally , 
similar results were found when cooperation was com-
pared to individualism (Johnson et al. , 1981 ). 
In an analysis of forty-six studies which related 
cooperative learning to achievement , twenty-nine 
resulted in significant positive effects on student 
achievement, while fifteen studies resulted in no signif-
icant difference in achievement, and only two studies 
resulted in significantly greater achievement for the 
control group (Slavin, 1983). 
A large quantity of research findings indicate that 
cooperative learning has many advantages as an 
instructional procedure. However, an all important vari-
able in determining whether or not cooperative learn-
ing is implemented in the classroom is how teachers 
and prospective teachers value and support its use. 
The purpose of this study was to determine the opin-
ions of teachers and prospective teachers toward 
cooperative learning in elementary classrooms. The 
following four questions were addressed in the study. 
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To what extent do elementary teachers and prospec-
tive elementary teachers : 
1. believe that elementary classrooms should 
be cooperative, competitive, or individualis-
tic? 
2. believe that social skills should be taught in 
schools? 
3. support the idea of group grades? 
4. perceive that they are knowledgeable about 
cooperative learning? 
METHOD 
The subjects of this study were randomly chosen 
from the population of elementary teachers in the 24 
county area of Southwest Missouri and from under-
graduate students majoring in elementary education at 
Southwest Missouri State University. 
Questionnaires were mailed to 150 elementary 
teachers . Eighty-one percent (N = 122) of the ques-
tionnaires were returned. Approximately 19% of the 
returned questionnaires were completed by teachers 
of kindergarten and first grade, 29% by second and 
third grade teachers , 34% by fourth , fifth and sixth 
grade teachers, and 18% by elementary teachers who 
taught in areas other than self-contained classrooms. 
Questionnaires were also given to 50 undergradu-
ate students who were majoring in elementary educa-
tion at Southwest Missouri State University. Eighty-two 
percent (N = 41) of the questionnaires were returned. 
The subjects were asked to indicate on a 5-point Likert 
scale the extent to which they strongly agreed or 
strongly disagreed with each statement on the ques-
tionnaire . 
ANALYSIS 
Both the teachers and the undergraduates were 
quite positive about the schools emphasizing coopera-
tion , students working together, and students learning 
from each other. They were also positive about having 
their child in a classroom where cooperative learning is 
implemented. As shown in Table 1, the undergradu-
ates and the teachers were generally in agreement on 
items 1 through 4. 
Table 1 
Teacher and Undergraduate Opinions of Cooperative, 
Competitive, and Individualistic Learning 
Item 
1. Schools should 
emphasize cooperation 
Teachers 
(N = 122) 
Mean S.D. 
4.48 0.56 
2. Students should be 4.02 0.76 
allowed to work together 
3. Students can learn a 4.02 0.75 
lot from each other 
4. Want child in a 3.79 0.87 
cooperative classroom 
5. School should emphasize 2.84 0.98 
competitiveness 
6. Students should compete 2.16 0.87 
for grades 
7. Students should be 2.16 0.87 
graded on a curve 
8. Want child in a 
competitive classroom 
9. Students should be 
encouraged to work 
independently 
10. Students should not 
help each other 
11 . Groups can hinder 
student learning 






















The teachers and the undergraduates expressed 
relatively negative feelings about competitiveness for 
grades and grading on the curve (items 5-8) . The 
undergraduates seemed to be in slightly greater 
agreement on these items. The teachers indicated that 
they were "undecided" about students working inde-
pendently. The teachers expressed the greatest vari-
ability on this item. Both groups felt that groups would 
not hinder student learning (item 11 ), and were rela-
tively positive about having their child in an indepen-
dent classroom (item 12). 
Both teachers and undergraduates were very posi-
tive in their opinions of the value of teaching social 
skills as shown in Table 2. The teachers expressed the 
greatest variability concerning the comparative impor-





Teacher and Undergraduate Opinions of 
Teaching Social-Skills 
Teachers Undergraduates 
Item (N=122) (N = 41) 
Mean S.D. Mean S.D. 
Children should learn to 4.70 0.46 4.46 0.50 
appreciate differences 
Schools should teach 4.38 0.72 4.46 0.50 
social skills 
Social Skills are as 3.92 0.90 4.10 0.66 
important as academics 
The teachers and the undergraduates were some-
what undecided as to how group members should be 
graded. They tended to favor the members receiving 
group grades. The variability on those items was rela-
tively large as shown in Table 3. This may indicate that 
they think both individual and group grades should be 
appropriately used. 
Table 3 
Teacher and Undergraduate Opinions of Group Grades 
Teachers Undergraduates 
Item (N=122) (N = 41) 
Mean S.D. Mean S.D. 
1. Group members should 2.86 0.96 2.63 0.92 
be graded individually 
2. Group members should 3.30 0.85 3.24 0.97 
receive group grades 
The teachers indicated that they perceived them-
se Ives as not knowing enough about cooperative 
learning while the undergraduates were "undecided" 
as to their knowledge. Both groups exhibited relatively 
large variability on this item. 
Table 4 
Perceived Knowledge of Teachers and Undergraduates 
About Cooperative Learning 
Item 









(N = 41) 
Mean S.D. 
3.00 1.30 
Both teachers and prospective teachers appeared 
to view cooperative learning as a valuable procedure 
for instruction in the elementary school classroom. 
Both groups were somewhat negative toward competi-
tiveness for grades and grading on the curve. Both 
groups also expressed positive feelings toward the 
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teaching of social skills and the value of social skills as 
part of the elementary school curriculum. 
The largest difference expressed by the two 
groups related to their perceived knowledge about 
cooperative learning. This may be a reflection of the 
age differences between the teachers and prospective 
teachers and the differences in their undergraduate 
training. 
If the teachers and prospective teachers in those 
groups were representative of their respective popula-
tions, it appears that cooperative learning is an accept-
ed procedure and is a procedure which will be imple-
mented by future teachers of elementary students. 
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